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CHAPTER ONE
Introduction
Research Question
My experience with teaching and tutoring English as a Second Language (ESL)
was a dream come true. The work was rewarding, my students were wonderful, inspiring,
and enjoying their classes with me. I became comfortable with the classroom routines, as
teachers do after years of repetition. I made adjustments along the way, refining my
approach as I grew as an instructor and professional in the field. Fast forward to recent
semesters, and things have changed. The work became a source of stress. I felt unsure in
my teaching practices and was putting in increasingly long hours outside of paid work
time to prepare for each class. The difference? I had begun teaching Vocational ESL - an
approach that is dedicated specifically to English for workforce and career preparation.
Nationally, there has been an increased push for workforce development in higher
education, and the funding follows. In the span of my career, I have witnessed many
Community ESL courses being gutted or cut altogether as the priorities continue to shift
in favor of college transfer and technical career preparation pathways. This especially
seemed to gain traction following the 2014 update to the Workforce Innovation and
Opportunity Act (WIOA), formerly the Workforce Investment Act of 1998. WIOA
reignited the efforts to “strengthen the United States workforce development system
through innovation…and improvement of employment, training, and education
programs…to promote individual and national economic growth…” (Workforce
Innovation and Opportunity Act, 2014). However, as new vocational ESL programs and
classes emerge, teacher training does not keep up. This has led to my research question:
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how can instructional support be provided to teachers of adult learners in Vocational
ESL (VESL) programs? Classroom demographics largely stay the same, but now ESL
instructors must face the challenges that come from lack of industry-specific
knowledge/training, a sudden need to create lessons from lists of job-specific vocabulary,
all while trying to effectively teach students the language skills they will need in
vocational training programs and in the workplace, each of which I have experienced
firsthand as a VESL instructor. In this chapter, I provide more details about my personal
experience that has led to this line of inquiry, provide rationale for the professional
significance of this project in the field of TESOL, and conclude with a chapter summary
and overview of Chapters 2, 3, and 4.
Context
I began my career in TESOL as a volunteer tutor in 2012. Time and experience
led me further down the path of various literacy and adult education initiatives that
include serving as an AmeriCorps VISTA (Volunteers in Service to America),
coordinating an ESL and Citizenship program at a small nonprofit, recruiting students
into Construction, Manufacturing, and Biotechnology bridge programs, providing faculty
support in the local technical college’s Center for Excellence in Teaching and Learning,
and eventually to my currently held position as an ESL instructor at a workforce
development nonprofit and within the WI Technical College System (WTCS). Teaching
Vocational ESL thus seems a logical step in my professional career progression. Despite
this, I still struggled to make sense of the why and how related to teaching a
workplace-focused ESL class. I would describe my first semester teaching VESL by
saying that I didn’t know what I didn’t know, and even that ignorance was bliss – at least
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at first. I readily accepted the provided materials – a few industry-specific units from
what basically amounts to a picture dictionary, a packet of worksheets on the topic of
transitioning to work, and a link to a website – careeronestop.org. These materials do
have something of value to offer, but are bare-bones and a lot of supplementing needs to
be done by the instructor. The challenge of delivering relevant material to my students
and having them engage in real-life learning without sufficient training or support was
ten-fold. Every supplemental activity created, and every hour spent outside of paid
preparation time felt frustrating, overwhelming, and at times, like I was reinventing the
wheel. I believe that quality instruction is much more than having a warm body lead a
class of students through worksheet activities all for the sake of completing the worksheet
activities, so I was at a loss of what else I could do aside from spending copious amounts
of time trying to improve my knowledge as much as possible so that I could deliver
meaningful content to my students. Without an understanding of why – the purpose and
objectives and how to know when a student has achieved them – and without knowing
what content takes priority, the class will fall extremely short of its potential. When
classes moved online at the onset of the COVID-19 pandemic in 2020, it became even
more difficult to translate the photocopy-dependent course into meaningful course
content that could be delivered online. While the sudden move to fully remote instruction
was disruptive and challenging across the educational sphere, it led me to discover a real
lack of resources available to English for Specific Purposes instructors, especially within
the vocational ESL domain. Unlike earlier in my career, I was not falling into a
comfortable routine or rhythm after multiple semesters. In fact, the work and purpose
became more confusing as I gained knowledge in course design, assessment, and
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effective teaching practices while advancing in my MA TESOL program at Hamline
University. I was becoming more aware of the gaps in the curriculum I was working with,
and more critical of my own teaching and lack of industry knowledge. My saving grace
finally came during my Spring 2021 semester course, titled English Teaching Practices,
in which I completed a Structured Teaching Practice (STP). It was during this time that I
happened to have a conversation with my instructor about my confusion and frustration
with teaching my vocational ESL classes, one of which was the focus of my STP. It was
in this conversation that my instructor suggested I look into the resources available on the
Literacy Information and Communication System (LINCS) website (lincs.ed.gov), which
contains a collection of resources for adult education - an initiative of the U.S.
Department of Education and Office of Career, Technical, and Adult Education
(OCTAE). It was here that I finally gained traction on my quest to find and develop
meaningful content for my courses. Here is where I found information on Workforce
Preparation and Employability Skills and the U.S. Dept of Ed’s Employability Skills
Framework which helped me narrow down the topics and objectives that should have
priority in vocational preparation courses. It was also during the STP course that I
received such positive support and encouragement from my peers that it reinforced for
me how important it is for educators to collaborate and communicate with one another, a
factor that influenced my decision to create a faculty learning community for the project
that is described in Chapter 3.
By pursuing the topic of instructional support for VESL teachers, I hope to
prevent other instructors from experiencing the frustration that I did. I also hope to
become a leader in the TESOL field, and as always, work to become a more effective
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instructor. In addition to this, and similar to the very students I serve, I want to increase
my employability skills and follow the funding. With the uptick in Vocational ESL
programming, it is necessary to educate myself on this topic to become a competitive
candidate for jobs in the field. Having more knowledge of the circumstances and history
behind English for Specific Purposes (ESP) and VESL and sharing this information with
others will additionally help me serve my community in a more meaningful and
impactful way. The challenges I have faced in recent semesters fuels my quest to
understand VESL and collaborate with other professionals in the field to discover best
practices for developing meaningful curriculum that connects students to academic and
career advancement. Creating a faculty learning community dedicated to the topic of
Vocational ESL teaching and learning will help to achieve this goal and answer the
question of how can instructional support be provided to teachers of adult learners in
Vocational ESL (VESL) programs?
Significance
Research has already shown VESL to be an effective means to meeting the needs
of immigrants in the United States (Arnold, 2014), who as of 2019 account for 13.7% of
the total U.S. population - roughly 44.9 million people (Batalova, Hanna, and Levesque,
2021). My experience in the language classroom for almost a decade also provides
support to the claim that a majority of language learners come to the classroom to
increase their economic and social mobility. Immigrants have a high level of labor force
participation (Arnold, 2014) and there is no doubt that adult English learners need to
develop proficiency in the language that will help them be successful in pursuing
job-training programs and succeed on the job. Although some employers may be
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reluctant to collaborate with vocational ESL training programs due to the risk of losing
low-wage workers, it is in their best interest to invest in these efforts in order to improve
collaboration, teamwork, and productivity in the workplace. Given this information, it
follows that supporting instructors in this field will be an important component to the
success of such efforts. And having spoken to colleagues, especially as classes moved
online for public health reasons in 2020, I have also discovered that I am not alone in my
search for resources and support as the landscape of education changes over time. In
search of the answer to my question and the creation of the faculty learning community, I
will add to the limited resource base available for workplace and vocational ESL
instruction.
Summary
In this chapter, I have described the personal experience that has led me to my
research question: how can instructional support be provided to teachers of adult
learners in Vocational ESL (VESL) programs? I have discussed how my personal
challenges with VESL have motivated me to work harder within this niche and strive to
become a leader in the TESOL field. I have also shown how there is a professional need
for this project by discussing the impact on a large section of the U.S. population needing
increased opportunities that lead to economic and social growth, and how this connects to
the U.S. Workforce Innovation and Opportunity Act. Chapter 2 contains a review of the
literature that further defines vocational ESL and how it is different from general ESL
courses. It also strives to identify the relevant strategies and techniques available to
English for Specific Purposes and Vocational ESL instructors, and identify other key
research and information available and related to the inquiry. Chapter 3 provides an
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overview of the capstone project details for the faculty learning community. Chapter 4
concludes the paper with reflection and concluding remarks such as implications of the
project, benefits to the profession, and limitations and recommendations for future
research.
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CHAPTER TWO
“Tell me what you need English for and I will tell you the English that you need.”
(Tom Hutchinson & Alan Waters)
Literature review
Introduction
To best serve the vocational ESL student, it is important to understand the context
of vocational ESL, the role of the teacher, and the most effective strategies and
techniques available for ESP and VESL practitioners. The following themes are
addressed in this literature review in order to help explore the previously stated research
question: how can instructional support be provided to teachers of adult learners in
Vocational ESL (VESL) programs? The first theme explores the context and history of
Vocational ESL within the larger category of English for Specific Purposes (ESP). This
aims to address the circumstances of Vocational ESL such as the purpose, intention, and
benefits of this approach, and how it differs from general English language teaching.
Second, the role of the ESP teacher is addressed along with the common challenges and
issues that arise, with the intent to better understand the areas of support most needed.
Lastly, the review examines the many curriculum factors that must be considered,
including an overview of how VESL strives to meet both employer needs and student
needs. This section also touches on available instructional techniques, typical content for
VESL, and other best practices. The review should serve as a foundation for the
instructional support project that follows with the overall goal to support VESL
instructors and thus support the learning and vocational goals of the many English
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language learners served by these programs hoping to achieve increased social and
economic mobility.
Vocational ESL
Vocational ESL emerged in the second half of the 20 th century with the
diversification of English Language Teaching (ELT). The larger category of English for
Specific Purposes (ESP) houses English for Academic Purposes (EAP) and English for
Occupational Purposes (EOP or otherwise known as VESL) (Hutchinson & Waters,
1987). The branches of ELT, including EOP & EAP, can be seen in Figure 1. Examples of
classes typically offered within ESP are along the lines of ‘English for Medical Studies’
(EAP) and ‘English for Skilled Trades’ (EOP/VESL), with the particular focus often
reflecting labor market demand (Chisman & Crandall, 2007), which is further discussed
later on.
VESL programs focus on the English skills that are specific to a particular
occupation or vocational domain (Wonacott, 2000). They have the goal of helping
Limited English Proficient (LEP) individuals enter the workforce, stay in the workforce,
and advance in the workforce (Crandall, 1979). It is not unusual for there to be some
overlap in EAP and EOP, as a students’ academic pursuit is often driven by a desire to
achieve a career objective later on (Vafai, 2015). For the purpose of the designated
research question, the focus in this review will be primarily on English for
Occupational/Vocational Purposes within English for Specific Purposes.
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Figure 1: “The Tree of ELT” (Hutchinson & Waters, 1987, page 17).
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How VESL serves LEP adults
Research shows that the language barriers experienced by linguistic minorities in
the workforce hinders their success and productivity on the job and prevents them from
acquiring jobs with more potential for advancement and higher pay (Wark & Wellsfry,
1990). Additional obstacles experienced by linguistic minorities include internal issues
such as cultural differences that can cause confusion at all stages of the employment
process, lack of transferable skills, and external issues such as hesitation of employers to
hire these individuals due to anticipation of communication difficulties (Harrison, 1986).
As previously mentioned, these individuals that have a limited ability to read, write,
speak, and understand English are often referred to as Limited English Proficient (LEP)
individuals (Harrison, 1986; Platt, 1996). Not all LEP individuals are immigrants, but
may be refugees, migrants, permanent residents, and citizens that represent diverse
cultures, socio-economic backgrounds, and varying levels of literacy and education
(Buchanan, 1990).
For LEP individuals, English is their gateway to job mobility (Friedenberg, 1995)
and a tool for advancement (Buchanan, 1990). As students, they are found to have high
instrumental motivation – the desire to get something from their advances in the
language, be it a better education or a better job, or to overcome social hurdles or
self-confidence issues (Crandall, 1979). Students enrolling in ESP courses know why
they need the new language and have a purpose to learn it (Hutchinson & Waters, 1987).
This makes ESP a good fit for these students as the material is more likely to be relevant
to their immediate needs than general English (GE) would be. Johns & Salmani
Nodoushan (2015) speak about the differences in GE and ESP as being a matter of
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“just-in-time” learning (ESP) versus “just-in-case” learning (GE). General English can be
seen as language-centered, offering a comprehensive approach to the language, often
employing themes of life and survival skills such as ‘banking’ or ‘transportation’. In
contrast, ESP is learner-centered. ESP offers increased specialization in language
learning that is based on learner need (Hutchinson & Waters, 1987), with the content and
methods determined by the students’ reasons for learning (Antić, 2016). Hutchinson and
Waters (1987) also propose that although it could be argued that any English class is
based on some kind of perceived need, the difference in ESP is the awareness of this need
and how it translates into course design and practice.
VESL Programming Options
There are several types of approaches within the VESL framework that can be
found in community and technical colleges, worksites, and other adult learning and
post-secondary environments. These include the bilingual approach, emphasis on
collaborations and partnerships, VESL programming embedded within a large vocational
training program, and a variety of other student support services that can be found in
many of the most successful and effective VESL programs. It is important to note that
these approaches do not necessarily stand alone but commonly are combined to various
degrees to best suit the needs of the program context and circumstances.
The Bilingual Approach. The bilingual approach is best used when target
students share a common native language, such as Spanish, Chinese, French, Russian,
Navajo, Sioux, and Yupik (Gunderson, 1978). In this approach, the native language can
be used selectively to aid comprehension with the help of a bilingual teacher or aide
(Harrison, 1986), or the native language use can be decreased over the period of the class,
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increasing the use of English (Wonacott, 2000 and Friedenberg, 1995). Bilingual
Vocational Training (BVT) can speed up learners’ access to full employment (Buchanan,
1990). Programs that want to utilize some aspects of the bilingual approach even if they
are not considered or funded as BVT may do well providing bilingual support services,
bilingual glossaries, and/or have explanations of key concepts in the native language
(Harrison, 1986).
Workplace Approach. Some VESL instructors report directly to a worksite to
serve in a program developed specifically for a group of employees within that particular
business. Classes may take place before, after, or during the workday aiding the ability of
students to attend when the class time straddles company time (Hayflich, 1998). These
programs often emphasize the culture of the organization, specific departments and job
areas, as well as enhancing overall vocational knowledge that will lead to career
development (Buchanan, 1990). Instructors within these contexts may be considered
trainers or consultants/advisors for the company, expanding on their teaching role.
Regardless of whether the course takes place within the business walls or not,
maintaining partnerships and relationships with business leaders/employers is an
important component of VESL (Arnold, 2014).
Collaborations and Partnerships. In addition to partnering with business leaders
and employers, the most successful programs also demonstrate cooperation and
collaboration between the content area specialists and the ESL staff (Buchanan, 1990;
Wonacott, 2000) at all stages of program development and execution, including
educational approach, curriculum, and teaching activities (Platt, 1996). Antić (2016) and
Esteban & Martos (2002) go a step further to argue that team-teaching is crucial for
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success in ESP courses so that ESL instructors can share their knowledge of English
language teaching and pedagogy, while content area specialists can integrate their
vocational-specific knowledge, resulting in development of all parties involved – the
student, the ESL teacher, and the vocational teacher. It is also widely accepted that
students in VESL courses should act as collaborators and contribute as a resource for
authentic material and content knowledge because of their prior experiences and time
spent in the vocational field (Antić, 2016; Esteban & Martos, 2002; Ewert, 2014).
Embedded Programming. Expanding on the partnership approach is
programming that offers embedded VESL and job training programs, engaging students
in both the English language learning process and industry-specific training
simultaneously (Crandall, 1979; Chisman & Crandall, 2007; Arnold, 2014). Some
practitioners and researchers consider VESL to be a form of planned and/or supported
co-enrollment programs in order to provide credits and/or college certifications (Chisman
& Crandall, 2007). While many programs require students to test at or above a specific
English proficiency level before taking vocational education classes, research shows that
this training does not need to be delayed as LEP individuals often have an urgent need to
enter or advance in the workforce (Arnold, 2014). In some adult learning environments,
preparatory or pre-vocational ESL courses may be offered prior to job-training programs
or when concurrent vocational courses aren’t available (Chisman & Crandall, 2007;
Thomas, 1992). However, a VESL or pre-vocational ESL course alone would not be
sufficient for a learner to successfully enter a specific occupation if they are not yet
working in that particular field (Bradley & Friedenberg, 1982).
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Student Support Services. There are other considerations that can be integrated
into programs to increase overall effectiveness. Buchanan (1990) and Harrison (1986)
encourage student support services such as employment counseling, help with job
placement and integration of cross-cultural training for staff. Friedenberg (1995) expands
on these offerings and suggests referral services and counseling that is specifically geared
for LEP individuals and culturally sensitive with bilingual services, including recruitment
materials in native languages. Bradley & Friedenberg (1982) suggest the use of an
advisory committee that incorporates community leaders from local businesses and
represents the student demographics. Other support services unrelated to the educational
piece but critical to the ability of students to be successful are services such as
transportation, child care, health services, immigration assistance, and financial aid.
Bradley and Friedenberg (1982) echo the value of bilingual aids and services and suggest
the use of peer tutors and grouping students by age rather than English ability.
Benefits
When VESL programs utilize the previously discussed effective models and best
practices, many benefits and positive impacts can be seen at the college and community
level. These can include: diversifying the student population and wider community,
improving scores in English proficiency tests, higher community and regional
employment rates, and the potential for increased funding for programming due to higher
completion and retention rates (Thomas, 1992). In addition, research shows that programs
offering BVT and VESL in combination give LEP students the ability to complete
vocational training within the same time frame as their native-English speaking
classmates (Bradley & Friedenberg, 1982). Supported VESL programs offer a quicker
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pathway to further education and credentials for students who would otherwise face many
barriers to being accepted into and achieving success in traditional academic programs
(Chisman & Crandall, 2007).
Summary
The circumstances of Vocational ESL were identified and discussed in this section
to better understand the historical context and development of VESL and how it differs
from general English language teaching. Also discussed were the types of programming
available and utilized by the most successful programs, as well as best practices for
successful and effective VESL courses that lead to multiple benefits. In light of the
literature reviewed thus far, collaborations are seen to play an important part in the
success of VESL programs, with content teachers and ESL teachers coordinating their
teaching efforts and the existence of partnerships between the instructor and local or
regional businesses. Current and future practitioners may be able to use this overview to
identify areas of growth or seek to understand the bigger picture of their own programs
within ESP and additional options and approaches that are available to them. This
information will also inform the capstone project that responds to providing instructional
support to the instructors that work within ESP and VESL. The role of the instructor will
be further defined and explored next.
The ESP/VESL Instructor
In order to understand how to offer instructional support to ESP instructors, it is
important to understand the expanded role of these instructors as well as address some of
the challenges they face. ESP teachers need to have a variety of skills, have a deep
knowledge of their students, course design, and have curiosity and willingness to learn
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about the particular vocation. Antić (2016) argues that the quality of learning and
ultimate achievement of students is heavily influenced by the competence and motivation
of the teacher. Hutchinson & Waters (1987) echo this sentiment, saying that the ESP
teacher needs an open mind, curiosity, and a healthy dose of skepticism in order to make
a variety of decisions as they orient themselves to the field and engage in choosing
authentic materials, learning activities, and texts that contribute to the teaching and
learning process as determined by the teacher - the textbook being only one of many
available sources that the teacher must select and adapt. In addition, the transition from
general English language teaching to ESP and VESL is often sudden, and can bring on a
greater accountability to others (Esteban & Martos, 2002).
ESP Practitioners as Collaborators
ESP teachers will need an enhanced set of skills beyond what is used in general
English courses. Unlike general English courses, the teacher will not be the primary
source of information and knowledge, and instead facilitate contextualized language
learning, communication, and negotiation within the classroom (Antić, 2016). They must
actively work with their students to determine their educational and occupational
backgrounds and purpose for learning (Harrison, 1986) and engage in an exchange of
ideas and knowledge as opposed to just dumping the information onto the students
(Frederick & Huss-Lederman, 1998). They must also work closely with subject teachers
to create an effective curriculum that promotes learning and addresses the linguistic
features of the vocational discourse. Especially in educational settings with monetary
restrictions or limited resources, it is important to take advantage of the strengths of all
parties involved. Other researchers expand on this, explaining that VESL training should
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include program administrators who facilitate relationships between staff, instructors,
businesses, counselors, and vocational instructors - those of whom have possibly never
worked together before - and provide the time and financial resources needed for teachers
to meet and coordinate efforts (Buchanan, 1990; Platt, 1996). Platt (1996) also
emphasizes the importance of vocational and ESL teachers to collaborate efforts
especially in the educational approach, curriculum, and teaching activities.
Challenges faced by ESP and VESL instructors
Teacher development and education in ESP is a continuous endeavor, and
although they are not intended to be the sole source of information, VESL instructors are
nevertheless encouraged to work on increasing their knowledge within the vocational
area they are assigned (Antic, 2016; Huerta-Macias, 2003) through their collaborations
and professional development. In an ideal situation, the VESL teacher would already
have a well-developed understanding of the vocational area within their assigned ESP
course, but research has brought to light the fact that this is often not the case (Platt,
1996). Instructors with backgrounds in teaching general English courses are often
recruited into VESL program roles, without being trained or oriented to ESP teaching
(Hutchinson & Waters, 1987). The combination of language and vocational instruction
presents challenges for the VESL teacher as they will need to learn about the vocational
area and industry in which their students work or are preparing for (Arnold, 2014).
Similarly to this situation of the ESL instructor not being a vocational expert on top of
their language expertise, vocational instructors in embedded programs may know nothing
about English language instruction (Platt, 1996). Lack of time and resources allocated to
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foster collaborations between different stakeholders may pose a challenge for VESL
instructors employed at part-time status (Bradley 1990).
However, several issues may arise on this quest. For instance, some VESL
instructors may be reluctant to teach the ESP courses, and would prefer teaching general
English, reading, writing or pronunciation-focused courses, if not for the economic
pressure to make themself available to ESP or VESL courses, while others making the
transition may feel they are now at a lower status, acting in service to the vocational areas
(Hutchinson & Waters, 1987). Another aspect complicating a smooth transition is that
many VESL subject areas lie within science and technology, which may be quite
unfamiliar to instructors who have spent their educational development years within the
humanities, in which languages are usually allocated. This puts teachers out of their
comfort zones and it may become daunting for an ESP teacher to take on vocational
subject matter that seems overly complicated, confusing, personally uninteresting or
challenging (Hutchinson & Waters, 1987). Considering these potential issues, it is
essential that the support and training given to ESP and VESL instructors should address
and help eliminate the fears, misconceptions, and negative self-talk these teachers may be
experiencing. Armed with a positive attitude, knowledge of fundamental principles in the
content area, and an awareness that they may already know more than they think they do,
an ESP teacher will be able to ask the right questions and negotiate meaning with their
students (Hutchinson & Waters, 1987).
Another challenge that VESL instructors may encounter is facing students that
have expectations for the class to exactly meet their personal needs (Hutchinson &
Waters, 1987). This can be a problem because no two students will have an identical
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situation as far as their educational and language background, and future goals or needs.
This challenge is complicated by the tendency of students to not be thoroughly vetted
when enrolling in a course, or by well-meaning recruiters and staff that fill seats so that
the course will not be canceled, even if these students have unrelated vocational interests
or are joining because they ‘just want to learn English’. While an important part of
planning a VESL program is identifying and educating the staff that is involved in the
intake process, Hutchinson and Waters (1987) admit that the situation of having a wide
range of student expectations and occupations represented occurs frequently, and they
propose a way to approach and understand how it is possible for the ESP instructor to
deal with specific learner needs using non-specialised or subject-specific materials/texts,
which will be expanded upon in the curriculum considerations section later in this review.
While misplaced students may cause instructors to feel that their classroom group is not
as cohesive as it could be, it is important to not screen students out of programs due to
differing needs or limited English proficiency. Intake should instead be used as a method
to diagnose the needs for ESL, bilingual or other support services (Friedenberg, 1988). In
addition, strengths of the students should be identified and leveraged as an asset to the
program (Frederick & Huss-Lederman, 1998; Hutchinson & Waters, 1987).
Lastly, insufficient training and poorly executed or lack of collaborations may
leave the VESL instructor wondering whether the focus on language or focus on
vocational skills should take priority in the course (Arnold, 2014). This creates
discomfort for the VESL instructor whose expertise is in language teaching but finds
themselves teaching the content more than the language features. Friedenberg, Lucas,
Kremer, and Reed (1985) stress the importance for VESL teachers to understand that it is
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their job to focus on and teach the language features present in the vocational area, and
not the technical skills.
Summary
This section brought to light the reality of the VESL classroom where the ESL
teacher often does not hold much knowledge about the vocational area. Instead of
wishing for the ideal situation of having an ESL and vocational teacher all in one, it is
important to accept that these are two different roles, and help the ESL instructor to best
leverage the resources and people available to them to create an effective classroom
situation. A discussion of the curriculum and class content considerations follows.
Considerations for Content and Curriculum
In order to be effective, VESL courses and programs must respond to both the
needs of the learner and the needs of the employer. The demands of the labor market
influence what programs are being offered or expanded on in the technical and
community college as well as other adult learning venues. A technical college that is
successfully preparing students for real, available jobs will increase their ability to
receive funding for more classes and have a greater ability to recruit students into their
programs, making it crucial for these educational institutions to be sensitive to the
changing needs in the local, regional, and even national labor market. Aside from
employers’ needs greatly influencing the classes being offered, the needs of the student
will also carry a lot of weight in determining the content for the course. The needs of the
employer and the student will be further discussed in this section.
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Job Market Demands & Employers’ Needs
Vocational ESL is not only learner-centered, but also is receptive to employers’
needs and labor market demands. Collaboration between VESL programs and the
business community is of critical importance in order to deliver relevant and effective
instruction. Special attention must be paid to determine present and future employment
opportunities and what the current needs are or where gaps in occupational training exist
(Buchanan, 1990; Bradley & Friedenberg, 1982). Growth of VESL programs often
mirrors growth in the labor market, and may target occupations with labor shortages and
occupations with more accessible entry level skill requirements (Chisman & Crandall,
2007; Gage & Prince, 1982). While this is an important initial step to program creation, it
is also an ongoing process as job market needs evolve over time.
Employability Skills Framework. According to Hayflich (1998), companies
have an interest in VESL classes that improve their employee participation,
communication, productivity, self-confidence, quality and speed of work, and increase
their ability to report problems, devise solutions, and interpret mathematical information.
These desired capabilities and core skills align with and have helped to inform the
creation of the Employability Skills Framework developed by the U.S. Department of
Education, along with the influence of policy makers and educators. The Employability
Skills Framework (Figure 2) defines the skills needed for career and college readiness.
Instructors are encouraged to integrate these concepts into their course curriculum and
instruction (Office of Career, Technical, and Adult Education, U.S. Department of
Education, 2013) and students in vocational and VESL courses can hone in on these
skills in order to increase their employability and transferable skills. There are three main
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components to this Framework: Applied Knowledge, Workplace Skills, and Effective
Relationships. Applied knowledge encompasses applied academic skills such as reading,
writing along with critical thinking skills such as problem solving and organizing ideas.
Effective Relationships cover both interpersonal skills and personal qualities which are
key to developing relationships and interacting with others. Workplace Skills include
resource management (time, money, resources), use of information, communication
skills, systems thinking, and technology use - all critical 21st century skills (Office of
Career, Technical, and Adult Education, U.S. Department of Education, 2013).

Figure 2: Employability Skills Framework (Office of Career, Technical, and Adult
Education, U.S. Department of Education, 2013), retrieved on August 27, 2021 from
https://cte.ed.gov/initiatives/employability-skills-framework
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Determining the Target Situation & Students’ Needs
Another initial step of VESL programming is assessing the vocational and
educational needs of the students. Determining the target situation encompasses finding
out about the nature of interaction and communication at the workplace and language
used on the job, which can be collected through conducting interviews, touring facilities,
observing and recording conversations and workplace communication, obtaining samples
and information about the written materials such as manuals and signage found at the
work site, as well as conducting intake and placement testing and interviews to assess the
language abilities, educational background, and vocational goals of the students
(Buchanan, 1990; Frederick & Huss-Lederman, 1998; Hayflich, 1998). Hutchinson and
Waters (1987) further describe the process of gathering information about the target needs
and situation as figuring out the necessities, lacks and wants. Necessities are the elements
and items a speaker needs to know to be able to function effectively in a target situation
including relevant linguistic features such as a receptionist needing to understand how to
communicate via telephone and take messages or direct calls. Determining the lacks
involves looking at what necessities the speaker already knows or has mastered and
drawing information about what needs more practice, such as a receptionist who has
mastered answering calls but struggles to answer open-ended questions. The wants in this
process refers to incorporating the learners’ perceptions of their desires related to the
language and the view of their own needs, such as the student who wants to increase their
confidence and pronunciation.
Hutchinson and Waters (1987) also provide a framework for determining the
circumstances surrounding the target situation by answering the following questions: Why
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is the language needed? How will the language be used? What will the content area(s)
be? Who will the learner use the language with? Where will the language be used? When
will the language be used? Answers to these questions can be gathered through
questionnaires/surveys, interviews, observations, collecting data and analyzing texts, and
by conducting consultations with the learners and other stakeholders or invested parties
such as employers and/or leaders within the business community or academic staff
(Hutchinson & Waters, 1987; Hayflich, 1998). Additional questions may include: What
are individual and business leader expectations? At what level are the learners currently?
What general skill areas are important? (Lites & Thorpe, 1998) and What are the
language and performance skills necessary for entry-level jobs? (Gage & Prince, 1982).
Before selecting course materials, specific learning goals can be determined by answering
the above questions and determining: Target Proficiency - Current Proficiency = Focus of
Coursework (Lites & Thorpe, 1998). In addition to consulting vocational experts,
supervisors, and the students themselves, Crandall (1979) suggests strategies such as
consulting written materials from the workplace and other vocational texts, as well as
recording real-life interactions in order to assess the language skills needed on the job.
Instructional Approaches
Instructional approaches and practices deal with elements such as the language(s)
of instruction (as seen in the bilingual approach), curriculum, content, and materials, as
well as instructional activities and assessments (Bradley & Friedenberg, 1982). Arnold
(2014) provides suggestions for instructional approaches that include: utilizing task-based
instruction, job-oriented vocabulary, grammar and discourse, and communicative and
active learning activities that approximate on-the-job experiences and situations. Bradley
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and Friedenberg (1982) suggest the following: multiculturalizing the instruction to
include values and traditions that represent the demographics of the student population,
employing techniques that touch on differing learning styles and strengths, using
sufficient audio and visual aids and emphasizing the importance of communication rather
than grammatical perfection. Hands-on learning and the participatory approach are also
found to be effective means of language instruction for LEP adults and should emphasize
real-life learning and encourage specific, practical goals (Arnold, 2014).
Task-Based Instruction. In this approach, students complete actions and
activities that help them learn both the function of the language and the contextual factors
related to its use. In VESL, task-based instruction incorporates activities that mimic
job-related tasks from interviewing and networking practice to completing more specific
technical tasks and operations (Arnold, 2014).
Participatory Approach. In unison with the concept of teachers as collaborators,
the teacher and student can also be seen as having reciprocal roles, exchanging
information and engaging in cooperative efforts of learning (Frederick &
Huss-Lederman, 1998). Students within this framework have a say in prioritizing certain
topics or units within a course, and engage in self-evaluation as part of the assessment
process (Frederick & Huss-Lederman, 1998).
Elements of VESL Curriculum
Buchanan (1990) suggests covering topics such as how to initiate conversation,
interrupt, respond, and end a conversation. Communication skills such as clarifying are
also paramount so that students will be able to request additional information, check their
understanding and right misunderstandings, and ask for repetition while retaining key
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information from the conversation such as names, amounts, other terms or steps in a
sequence (Buchanan, 1990; Flores, 1988). Platt (1996) points to seven different elements
to be noticed in VESL teaching and classroom communicating, which include:
● vocational concepts including subtechnical, technical, and colloquial terms;
● grammatical structures used in vocational materials and in classroom discussion
about the vocation;
● communicative functions and skills used within the classroom and job setting
(describing, explaining, asking and answering);
● ways of obtaining information in the job setting such as reading and interpreting
charts and machinery and conversing with peers, coworkers, supervisors, and the
like;
● patterns of interaction in the classroom both formally and informally;
● study skills and learning strategies utilized in the learning process;
● and higher order thinking skills such as compare and contrast and synthesizing
information.
Bradley (1990) states much of the same, categorizing the language into 3 main areas:
1. the language of technical skills
2. the language of safety
3. the language of social interaction
Cultural competencies are also addressed, such as: punctuality, physical greetings and
touching, eye contact, proxemics, personal hygiene, competitiveness in the workplace,
socialization, gift giving, and intonation patterns (Bradley, 1990).
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In response to the earlier mentioned issue of having students with a diverse range
of occupational interests and goals together in one course, Hutchinson & Waters (1987)
describe two ways in which the subject area does have an influence on the language
content: vocabulary and proportions of grammatical and/or structural forms. Hutchinson
and Waters (1987) describe four categories of vocabulary: structural (articles,
determiners, conjunctions, etc), general (nouns and verbs such as office, workplace,
traffic, go, arrive, run, cause, etc), sub-technical (budget, filter, engine, valve, pump,
bleach, sterilize), and lastly, technical (medical terminology such as abrasion, biopsy,
hypertension, or terms from other disciplines such as electrophoresis, prototype,
bottleneck, etc). Hutchinson and Waters (1987) explain that it is only within this final
category that terms are more relevant to a specific group of students. In register analysis,
proportions of grammatical and structural forms can be determined, showing the
percentage within the total range of lexis in a specific subject/field (such as science and
technology). While nominal compounds, passive form, or reporting on experiments, for
example, may be shown to have a higher percentage of instances in certain fields, this
language is still useful to all students as these can be found throughout the English
language (Hutchinson & Waters, 1990). Thus, ESP teachers can put efforts into the
underlying skills and strategies that are useful across domains as well as focusing on
cross-discipline concepts and terms, such as the term filter which can be used within
multiple contexts: an oil filter in auto services, a dialysis machine that filters cholesterol
out of the blood within healthcare services, or a filter for coffee makers in food service or
hospitality environments. There are many other published articles, opinions, and manuals
in existence with the goal to guide and inform ESP and VESL instructors on
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considerations for content, course design, and curriculum beyond the scope of this
review.
Summary and Discussion of Literature
This Chapter examined the literature on the topics of Vocational ESL program
models, strategies and best practices, the role of the ESP and VESL teacher, and
considerations for content and curriculum for the VESL course. The information in the
third theme provided considerations for content, course design, and curriculum ideas for
successful VESL programs. This information will serve to connect the instructional needs
of faculty to what is needed in the classroom in order to best serve the students. In VESL
courses, a textbook alone will not suffice to provide a balanced curriculum to the
needs-based ESP approach. Thus, it is essential that this gap be bridged by training the
teacher to select and adapt material based on the students’ needs, interests, and
experience that also aligns with the program's goals and objectives. Chapter 3 will
provide an overview of the capstone project details. Chapter 4 will provide concluding
remarks such as implications of the project, benefits to the profession, and limitations and
recommendations for future research.
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CHAPTER THREE
Project Description
Overview
English for Specific Purposes (ESP) is an approach to English language teaching
that can save students a lot of time by directly addressing their more immediate needs such as entering or advancing in the workforce, in the case of English for Occupational
Purposes/Vocational ESL (VESL) - instead of moving through potentially years-long
general English programs. For ESL teachers assigned to teach within these programs, the
challenges can be numerous. The needs-based design of VESL requires ongoing
flexibility and adjustments, given that each class may enroll students with slightly
differing needs than the last. A VESL instructor is not the sole source of information, and
must not only be open to but actively seek out student input as well as collaborate with
labor market and vocational content experts, leaders, and advisors. VESL greatly differs
from general English (GE) in both content and approach, which can make the transition
more difficult for instructors with any amount of experience in teaching GE.
Framework & Adult Learning Theory
Darling-Hammond et al (2017) lay out the primary elements of effective teacher
professional development, which include: having a content focus, incorporating active
learning and collaboration, using models, modeling, coaching and expert support,
providing opportunities for feedback and reflection, and taking place over a sustained
duration. One professional development model that incorporates many of these elements
is the professional learning community (PLC)/faculty learning community (FLC).
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The defining features of FLCs, according to Ortquist-Ahrens and Torosyan
(2009), are that participants self-select to join, have a shared goal and responsibility to the
group driven by sincere curiosity and inquiry, and that it revolves around a topic that is
personally meaningful to the members. A faculty learning community offers an
opportunity to explore and grow in a collaborative and organized way. Additionally, the
importance of collaboration and social activities among peers is essential to continued
teacher development, and the collective wisdom created during these social activities
leads to greater achievement (Lave and Wenger, 1991).
With the needs of the VESL instructors in mind, and considering all that FLCs
have to offer, a faculty learning community on the topic of VESL for VESL teachers fits
well to provide a solution to the original research question of how can instructional
support be provided to teachers of adult learners in Vocational ESL (VESL) programs?
Participants & Setting
The intended participants for the FLC will be VESL or workplace ESL faculty at
the technical college level. The FLC will be designed for multiple participants, ideally
between 8-10 individuals. Part-time and full-time faculty members will be invited to
participate, and interested individuals will submit an interest form that details why they
would like to join the group, and whether or not they would be able to commit to the
meeting times and activities. Participants should have a foundation of knowledge on ESL
classroom management, teaching techniques and course design and assessment and a
desire to improve their teaching practice. Each instructor will likely be accustomed to
working individually and having preferred methods of conducting their classes, and will
likely represent a wide range of professional backgrounds and years of experience. The
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FLC provides the opportunity for isolated teachers to create connections and increase
collegiate learning and sharing amongst their peers. The meetings themselves will take
place virtually, using Microsoft Teams. This platform was chosen because it allows for a
central location for the team to interact with each other, compile resources, view agendas
and create and share documents, as well as meet in a virtual environment. The online
environment for meetings will fulfill two purposes: it meets current COVID-19 safety
regulations that are in place during the 2021-2022 academic year at Madison College.
Secondly, it allows more flexibility for interested individuals from regional campuses to
join the group without worrying about travel time or other schedule or location
restrictions.
Project Description
The project presents the Vocational ESL FLC in the form of a facilitator guide.
The guide begins with a detailed description of the faculty learning community including
important dates, meeting times, activities, and requirements to join. This information can
be used to advertise the creation of the FLC and to recruit potential teachers to join. A
sample interest form is provided. The FLC guide also includes a detailed semester
meeting plan and includes tasks to be completed by the FLC facilitator and new members
leading up to the first group meeting. The agenda includes information about topics,
guest speakers, and tasks to complete during and between meetings. Following the
semester schedule is presenter notes and scripts that correspond to each slide in the
pre-prepared meeting presentations. For example, the first meeting will include a
welcome presentation that introduces the members to the FLC. This is followed by a
facilitator training on the topic of VESL to introduce the context and basic information
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about VESL, including introducing the issues that VESL instructors face - which will
come up as topics and discussions in future meetings throughout the semester. Other
resources and documents are included in the guide, such as hand-outs on the goals,
outcomes, and community agreement for members in the FLC, and a resource of VESL
teaching and learning websites which can be added to and referred to throughout the
semester and beyond.
Timeline
The VESL Faculty Learning Community preparations, such as advertising the
group and opening the interest form, can begin around the end of the Fall 2021 semester,
with the intention of being deployed in the Spring 2022 semester with a start date in early
February. A big push for spreading the word about the group can be done at the
beginning of semester faculty and staff inservice, College Community Days. Interested
Faculty members will be invited to submit a form expressing their interest in joining the
learning community for the Spring semester and assess their ability to commit to the
timeframe. Faculty members involved in the learning community will meet on a biweekly
basis, for the duration of two hours. Outside of this time, they may collaborate and are
encouraged to engage in classroom observations, a shared reading of a chosen book,
ongoing communication, and the development of a project/innovation to be implemented
in a course of their choice.
Assessment
To measure the effectiveness of the faculty learning community, formative and
summative assessments will be given. At regular intervals, the group will be asked to
provide feedback and input about the progress of the group and whether they are still on
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track for their agreed-upon goals. At mid-semester, half-way through the program,
members will anonymously complete a survey about what is going well with their
experience and what could be improved upon. A more formal survey will be distributed
near the end of the semester before the group disperses. These surveys and opportunities
for feedback will provide the information needed about the effectiveness of the program,
and participants attitudes while engaged in the group. This will also help inform of any
changes that could be made if the learning community is to continue in future semesters.
Assessment can also take into consideration the five stages of group development:
forming, storming, norming, performing, and adjourning (Tuckman, 1965 as cited in
Ortquist-Ahrens & Torosyan, 2009), as it will take some time for a group to become
productive and early assessments might reflect this.
Summary
In Chapter 3, I have discussed the rationale for this project, cited the framework
and adult learning theories that support and influence how the project is developed,
described the audience and setting for deploying the project within a certain timeframe,
and assessment methods in order to address the research question, how can instructional
support be provided to teachers of adult learners in Vocational ESL (VESL) programs?
The review of literature in Chapter 2 led me to the most important aspects to be addressed
in this project - the key contextual factors behind VESL and the best practices,
techniques, and strategies that will aid instructors in this classroom situation. In Chapter
4, I will reflect on the project creation and research process, and how it has influenced my
own perspectives and teaching practices, as well as identify areas for further research in
the field.
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CHAPTER FOUR
Conclusion
Overview
My work throughout the capstone process has been to address the research
question: how can instructional support be provided to teachers of adult learners in
Vocational ESL (VESL) programs? The challenges I have faced as a VESL instructor
largely fueled the pursuit of this topic, as well as my desire to learn more about this
increasingly popular and in-demand approach to English language teaching. To explore
this research question, I provided a closer look at my own experience and motivation
behind the idea, conducted a literature review on the context and issues surrounding
VESL and English for Specific Purpose (ESP) programming, and created a faculty
learning community facilitator guide specifically designed for VESL instructors. These
details make up chapters 1 - 3 of this paper, as well as the project document. In this final
chapter, I will reflect on the capstone process, revisit the literature review, discuss
possible implications and limitations of the project, make suggestions for future research,
and discuss the future use of the project and benefit to the profession.
Major Learnings
When I first embarked on the process of researching Vocational ESL in more
depth, I think I was hoping to come across some magical or instantaneous insight that
would make the process of teaching VESL much, much easier for myself. The secret of
VESL teaching that I had not yet been privy to - the missing puzzle piece. However,
unfortunately - but not surprisingly - this was not the case. While my knowledge of
VESL is much greater than when I first started the capstone process - and especially
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greater than when I first began teaching VESL courses over 2 years ago - I am still
learning more and more each day about the process of teaching VESL courses and how to
apply the knowledge I have gained to the real-life practice in the classroom. In short,
there was no one key piece of information that would solve all my problems and
challenges. The truth of the matter is that teaching VESL courses can be extremely
complex.
An ideal approach to effective VESL programming revolves around the idea that
the content of the course is learner-focused. The challenge here is that each time the class
is taught, it may differ anywhere from slightly to significantly from previous semesters,
depending on the current learners’ needs. Therefore, there must be flexibility in the
course in order to better meet the needs of the students, which inherently makes the
course more complicated or challenging than teaching leveled, general ESL courses. The
research largely reinforced my experience as being typical and even ideal for effective
and successful VESL courses, such as not having a sole textbook to meet all the needs of
the course, or the fact that it is extremely common for VESL instructors to be ESL
practitioners with little knowledge in the vocational content area. Coming across this
information in the research surprised me, but it also provided me with a sense of relief
and of validation that my experience was not an outlier after all.
Despite the discovery that there was no magical fix to solve all the issues I face as
a VESL instructor, I did come across countless valuable resources and information that
can alleviate many of the challenges that exist in teaching VESL. In addition, the research
that is available on the topic, such as the articles cited in the literature review, helped me
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gain the confidence and understanding needed to continue pursuing the knowledge that
will aid my continued professional growth as an ESL practitioner.
Through this process, my ultimate goal transitioned from one that was focused on
myself to a goal that was focused on helping others. At the outset, my goal was to help
myself by finding the information and knowledge I needed to improve my own classroom
practice. Now that I am equipped with the knowledge gleaned from the research, writing,
and learning I experienced through the capstone process, my goal has shifted to helping
others avoid the confusion and frustration that I experienced when I started teaching
VESL. This was one factor that led to my capstone project idea of creating a professional
development support group for VESL instructors that includes an initial foundational
training on the how, what, why, and who of VESL, and continues with a sustained small
group of faculty to provide support, feedback, and a chance to embark on learning
opportunities together.
Revisiting the Literature Review & Influential Findings
The main purpose of the literature review was to provide the foundational
information needed to create the faculty learning community initial VESL training
presentation. Providing this information to teachers is crucial because supporting VESL
instructors is a major factor in supporting the learning and vocational goals of the many
English language learners served by these programs hoping to achieve increased social
and economic mobility.
The first section of the review explored the context and history of Vocational ESL
within the larger category of English for Specific Purposes (ESP). It addressed the
circumstances surrounding Vocational ESL such as the purpose, intention, and benefits of
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the approach, and how it differs from general English language teaching. While
conducting research about VESL for this section, it was important for me to read about
the differences between General English (GE) classes, and Vocational ESL classes. I have
typically enjoyed teaching GE courses more than VESL courses, so reading Hutchinson
& Waters, 1987, and Johns & Salmani Nodoushan, 2015 about the context and purposes
behind VESL made me appreciate and value the approach more than I previously had.
For example, while courses in a GE program may take multiple years to complete through beginner to advanced levels - a Vocational ESL course is typically completed in a
much shorter term, which can better serve the students’ needs such as gaining applicable
language skills that allow them to enter the workforce in a timely manner.
The second section of the review explored the role of the ESP teacher, along with
the common challenges and issues that arise, the purpose of which was to better
understand the areas of support most needed. The greatest validation and support for my
research question and project came from Esteban and Martos (2002), who wrote about
the incredible versatility needed from VESL practitioners, pointed to the need for
additional training, and made a case that English language teachers have many desired
qualities to bring to the field of ESP and VESL.
The third and final major section of the literature review examined the
considerations for content and curriculum creation. This included an overview of how
VESL strives to meet both employer needs and student needs, and touched on
available/recommended instructional techniques, the typical content used in VESL
courses, and other best practices. Numerous articles and research exist to spell out
effective classroom practices or to outline content/topics frequently seen in VESL and
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workplace ESL courses. The Employability Skills Framework from the U.S. Department
of Education Office of Career, Technical, and Adult Education (OCTAE) was a key
component included in this section because it provides a backbone for the college and
career readiness skills and expectations that influence much of the content-selection for
VESL courses, especially in my own grant-funded VESL courses.
The literature review has had a lasting influence on my current teaching practices
and overall attitude toward VESL and lesson planning. During the research process of the
literature review, I uncovered that in VESL courses, one textbook alone will not suffice to
provide a balanced curriculum to the needs-based ESP approach. Instead, it is essential
that this gap be bridged by training the teacher to select and adapt material based on the
students’ needs, interests, and experience that also aligns with the program's goals and
objectives. While I was once frustrated with the task of searching for material outside of
the course textbook, I have now embraced this practice and purposefully search for
supplemental materials for my class that will better serve the needs and interests of the
students. This, too, is a learning process as I am discovering more and more how each
different source/text elicits different reactions and results from the students. Through this
selection of supplemental materials, I am discovering patterns in what challenges, bores,
and excites my students, and everything in-between.
Communicating Results, Implications, & Benefits to the Profession
My intention in sharing my project within Madison Area Technical College is to
advocate not only for Vocational ESL instructors, but for peer collaboration on a whole.
The implications of the project revolve around the issue of teachers not receiving enough
instructional support, especially within the VESL teaching domain. So often, part-time
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instructors (and even full-timers) are isolated within their position. While this is a
common occurrence across the educational sphere, it is especially prevalent at my
institution since the ESL classes span multiple campuses in the region and offer both
in-person and online-live options at all times of the day. Getting face-time with other
instructors is few and far between, and research shows how important it is for peers to be
able to support each other and collaborate on a sustained basis (Lave and Wenger, 1991).
Teaching VESL comes with many challenges, and instructors should not face these issues
alone.
There is an opportunity to use people/colleagues/peers as valuable resources on
our quest to enhance our experiences and better serve our students. While the pool of
faculty members that would fit within this niche (VESL instructors) is small, the faculty
learning community guide can be used as a model for groups that include a wider range
of ESL or foreign language instructors. The Center for Excellence in Teaching and
Learning (CETL) at Madison College will be a good place to begin the process of
proposing and launching the Faculty Learning Community (FLC). Even if the project is
not used as is, there are still many elements that can be utilized to reach the goal of
supporting VESL instructors. The VESL training could be used at any professional
development opportunity, such as in orientation for new VESL instructors, or at the
annual Learning Academy for faculty at Madison College. The books that were selected
for the FLC could be used to launch a book club at the college, or as starters for further
training and discussions on the topics of immigration or understanding our students’
experiences.
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This project benefits the profession because it has gathered some of the most
relevant resources and information about VESL into a concise form that can easily be
understood and/or used as a foundation to launch additional initiatives and opportunities
for scholarly research, peer collaboration, and professional and personal development.
There has been a void where VESL instructor training and support should be, and this
project provides a resource to bridge that gap.
Limitations & Recommendations for Future Research Projects
The limitation of my project is that it provides foundational information about
VESL, but does not go in-depth about any specific teaching strategies for VESL courses
or offer curriculum, outcomes, or learning plans. This additional information would be a
benefit to the profession as well. There is no one-size-fits-all curriculum for a VESL
approach, but there is room for research and projects with unlimited topics to choose
from. Another recommendation for future research would be the development of a
resource that provides a collection of real-life examples and texts from different
professions, so that a VESL teacher has a single resource, like a website, to navigate in
order to find relevant texts and samples from the field. In the future, I would also like to
see a wider variety of resources including activities and lesson plans for the skilled trades
ESL, such as manufacturing and construction. In my research, I noticed that there are
many resources available related to ESL for healthcare careers, but not much available
for skilled trades or other occupational fields.
Summary
In this chapter, I have reflected upon my experience as a writer, researcher, and
learner during the capstone project. The literature review was revisited with mention of
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the most influential sources on the capstone project. The possible implications were
mentioned along with the plan for communicating the project as a whole or in parts for
professional development at Madison College, and the benefit to the profession overall.
Lastly, the limitations of the project gave some insights into the potential for future
related research and projects.
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